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Abstract 
In this article, we make a case for incorporating translanguaging pedagogy into the framework of 
Culturally Sustaining Pedagogy (CSP). Drawing on data from a one-year ethnographic study of 
an adult ESL program, we show how teachers believed in and attempted to create spaces for 
translanguaging and CSP, but in practice fell short.  We conclude that translanguaging is most 
powerful when understood as a component of CSP but call for more research in this area. 
Keywords:  translanguaging, Culturally Sustaining Pedagogy, Hispanic immigrants, community-
based ESL 
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Teaching Hispanic Restaurant Workers: Translanguaging as Culturally Sustaining 
Pedagogy 
Translanguaging, often defined as bilinguals’ “flexible use of linguistic resources” 
(Garcia and Leiva, 2014, p. 199), has become prominent in the study of bilingualism and 
bilingual education. In the educational literature, translanguaging research advances the fluid use 
any and all languages to engage bilingual students in language and content learning and proffers 
translanguaging as a promising, affirming pedagogy (e.g., Durán and Palmer 2014; García, 
Flores, and Chu 2010; García-Mateus & Palmer 2017; Lasagbaster and García 2014). Despite the 
body of work in support of translanguaging, Allard (2017) called into question the efficacy of 
translanguaging when implemented in a context where bilingualism was neither supported nor 
valued. These findings underscore the need for additional research to understand the ways in 
which social and educational contexts affect the perceptions and efficacy of translanguaging 
pedagogy, including the under-researched area of adult English as a Second Language (ESL). 
One approach to addressing the issues associated with translanguaging as a standalone 
pedagogy is to investigate the relationship between translanguaging and asset pedagogies. 
Therefore, in this paper, we first build a case that, theoretically, translanguaging and Culturally 
Sustaining Pedagogy (CSP) are mutually supportive enterprises, a connection that was recently 
alluded to by MacSwan (2017), and that translanguaging is best when implemented in 
conjunction with other forms of emancipatory pedagogy in a context supportive of bilingual 
development (Allard, 2017). We also argue that translanguaging as a theory of language should 
be incorporated into the CSP framework, as studies of CSP and language education tend to draw 
on the outdated dual monolingual conceptualization of bilingualism. Second, to address the lack 
of translanguaging research in adult ESL contexts, we draw on data from an ethnographic study 
of a community-based ESL program for Hispanic restaurant workers. These data show how adult 
ESL teachers attempted to translanguage as a component of CSP, and that, in general, these 
efforts were well received by students, who used Spanish and English regularly in their jobs as 
restaurant workers. However, the program and teachers failed to fully reflect the translanguaging 
realities of the students and fell short of achieving a CSP, despite their efforts and commitment 
to social justice. In pursuing these goals of understanding translanguaging in adult ESL and its 
connection to CSP, we address the following research question:  
1. In what ways are translanguaging and CSP theoretically compatible?
2. How do teachers in an advocacy-oriented community-based adult ESL program draw
on students’ cultural and linguistic repertoires in their instruction?
Translanguaging as Culturally Sustaining Pedagogy 
Translanguaging, like other poststructuralist views of bilingualism (e.g., Otsuji and 
Pennycook 2010), is a rejection of the static conceptualization of bilingualism characterized by 
dual monolingualism (Baker 2011) and is meant to undermine the social construction of 
languages and oppressive nationalist and separate-language ideologies (Flores and Schissel 2014; 
García 2017; García and Leiva 2014; Li Wei and García 2017; Otheguy, García, and Reid 2015). 
Proponents of translanguaging dismiss the distinction between named languages as a social and 
political construct, rather conceptualizing bilingualism as involving a single, unitary linguistic 
repertoire (Otheguy, García, & Reid, 2018). That is, languages are not differentiated within 
bilinguals’ cognitive systems.  Furthermore, García and Leiva (2014) differentiate 
translanguaging from previous models of dynamic bilingualism, saying that it “is transformative, 
attempting to wipe out the hierarchy of languaging practices that deems some more valuable than 
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others” (p. 200), which distinguishes translanguaging from codeswitching. While codeswitching 
is the mixing of two distinct linguistic codes, translanguaging is “about a new languaging 
reality” (García and Leiva 2014, p. 204), acknowledging that languaging practices are ever-
evolving and that new iterations are distinct from previous versions, not reproductions of former 
practices. 
 While translanguaging at its core is a critique of traditional concepts of bilingualism 
based on a different epistemological understanding of language, much of the recent research and 
discussion of translanguaging is related to its pedagogical application (e.g., Allard 2017; Flores 
and García 2013; Lasagabaster and García 2014; Garza and Langman 2014). Likewise, in this 
paper, we foreground the pedagogical aspects of translanguaging, defining it as the use of 
teachers’ and students’ entire linguistic repertoires for content and language learning and to 
address issues of power and linguistic hegemony by creating spaces for fluid language practices. 
 In the literature, translanguaging pedagogy is often considered a method that legitimizes 
a multitude of languaging practices in the classroom and acts as a means to circumvent 
restrictive language policies based on oppressive nationalist and separate-language ideologies (Li 
Wei and García 2017). For example, Flores and García’s (2014) study of two teachers’ 
implementation of translanguaging in a secondary school serving Latinx students demonstrated 
how teachers could create linguistic third spaces, a place where students could engage in 
dynamic language and cultural practices. They argued that implementing translanguaging 
pedagogy can equalize power relations and “transcend language and cultural hierarchies” (p. 
255). Similarly, Garza and Langman (2014) demonstrated how a translanguaging community of 
practice can exist in a dual-language elementary school and argued that the use of a 
translanguaging approach to content instruction constructs a linguistic community of practice 
where students can communicate freely without restriction on their individual language practices. 
In the same vein, Langman (2014) argued that teachers’ language ideologies and choices set de 
facto language policies in classrooms in her study of three monolingual teachers in a Texas 
school who took up translanguaging approaches. The study demonstrates that translanguaging 
allowed teachers to facilitate connections between students’ knowledge of the world and school 
knowledge and model how to use “language in a fluid and locally contextualized way” (p. 198). 
Although the teachers were not conscious of the broader implications of their languaging 
practices, their willingness to translanguage nonetheless liberated students from restrictive 
school language policies.  Finally, García-Mateus and Palmer (2017) studied the effects of 
translanguaging pedagogy on the identities of elementary students in a two-day dual language 
program where languages were officially separated by content area. They found that 
translanguaging improved students’ metalinguistic awareness, had the potential to facilitate 
students’ development of positive bilingual identities, and helped to address “language-related 
social justice issues” (p. 253). These studies demonstrate the pedagogical efficacy of 
translanguaging as well as its potential to breakdown linguistic hierarchies and create spaces 
were students can be in ways that are culturally and linguistically affirming.  
 While scholars have positioned translanguaging as a pedagogy of social justice that 
upturns traditional ideas of language and hegemonic ideologies (García and Leiva 2014; 
Langman 2014; Otheguy, García, and Reid 2015), very few have made the explicit connection 
between translanguaging and the tradition of CSP (Ladson-Billings 2014; MacSwan 2017; Paris 
2012; Paris and Alim 2014). In 1995, Ladson-Billings coined Culturally Relevant Pedagogy in 
an effort to help educators “bring an appreciation of their students’ assets to their work in urban 
classrooms” (Ladson-Billings 2014, p 74). Her work rejected deficit perspectives and provided a 
theoretical basis for pedagogy that values marginalized students’ cultural resources. The goals of 
CRP are (a) academic success, intellectual growth through classroom learning; (b) cultural 
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competence, the appreciation of home culture and simultaneous ability to engage in the dominant 
culture; and (c) sociopolitical consciousness, the ability to apply in-school learning to outside-of-
school problems of importance in the community. 
Recently, Paris (2012) critiqued the current state of culturally relevant pedagogy research 
and practice and called for a revitalization of the concept, naming the new iteration culturally 
sustaining pedagogy.  
 
The term culturally sustaining requires that our pedagogies be more than responsive of or 
relevant to the cultural experiences and practices of young people—it requires that they 
support young people in sustaining the cultural and linguistic competence of their 
communities while simultaneously offering access to dominant cultural competence. 
Culturally sustaining pedagogy, then, has as its explicit goal supporting multilingualism 
and multiculturalism in practice and perspective for students and teachers. (Paris 2012, p. 
95, original emphasis) 
 
Paris’ call led to a symposium in the Harvard Educational Review, in which Ladson-Billings 
(2014), Paris and Alim (2014), and McCarty and Lee (2014) argued for moving CSP forward, 
away from static ideas of culture which have overtaken the dynamicism of the original theory. In 
her “remix,” Ladson-Billings (2014) identified the importance of understanding culture as 
dynamic and fluid; not as a static notion involving history and customs which fail to relate to the 
lived experience of students. She described the shifting cultural practices of Hmong youth among 
generations in an effort to counteract the notion of static, national “Culture” based on 
generalizations. Ladson-Billings’ description of fluid cultural practices parallels the concept of 
Transculturación that undergirds Garcia and Leiva’s (2014) theorization of translanguaging; 
while culture and language are reproduced from generation to generation, new iterations are 
never exact copies, but novel renditions, each simultaneously unique and a reflection of the past. 
In this respect, the two bodies of research, CSP and translanguaging, share a connection to the 
ever-changing realities of culture and language and equip teachers to understand and draw on 
students’ linguistic and cultural resources. In this regard, both translanguaging and CSP position 
educators as learners, responsible for understanding students’ cultural and linguistic practices. 
While the connection between translanguaging and CSP may be new, Ladson-Billings 
(1995, 2014) and Paris’s (2012, 2016) work has placed language as a central component of CSP 
by including, among others, the work of Labov (1968), who argued the importance of 
understanding that nonstandard dialects of English are not illogical but are social and historical 
constructions. Other studies have drawn on the culturally relevant pedagogy framework to 
consider issues in the education of language minority students in U.S. schools (e.g., Michener, 
Sengupta-Irving, Proctor, and Silverman 2015; Valdés 1996). Furthermore, Paris (2012) 
explicitly acknowledges the importance of upending hegemonic views of standard language and 
literacy to create culturally sustaining schools: “The dominant language, literacy, and cultural 
practices demanded by school fell in line with White, middle-class norms and positioned 
languages and literacies that fell outside those norms as less-than and unworthy of a place in U.S. 
schools and society” (p. 93). At the same time, although Paris (2012) challenged the view of 
minoritized languages as illegitimate, Rosa and Flores (2017) argued that studies of CSP in 
language education have, by and large, failed to fully legitimize the language practices of 
minoritized and racialized people. From this perspective, Paris fell short, suggesting that diverse 
linguistic practices are a foundation for developing competence in the dominant discourse 
community, rather than legitimate practices themselves.  This orientation has the potential to 
leave the linguistic status quo unchallenged and perpetuate deficit perspectives of minorities. 
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One study of CSP in language education which illustrates the limitation of CSP in 
language education is McCarty and Lee’s (2014) research on the maintenance and revitalization 
of the languages and cultures of several groups of Native Americans in two charter schools. The 
authors clearly demonstrated the value of these programs in sustaining culture; however, while 
both programs are certainly important in revitalizing endangered languages, neither program 
appeared to integrate students’ native languages throughout the curriculum, positioning the 
heritage language as a means for sustaining students’ cultural identity. At both sites, language 
teaching was isolated to the language classroom and treated as separate and in-addition-to the 
state-mandated, dominant curriculum. They concluded by arguing that at one site, “the school’s 
voluntary and enrichment-oriented program is designed to add an additional language and 
cultural perspective to students’ existing cultural and communicative repertoires” (p. 113). This 
excerpt demonstrates how language is seen as secondary to culture, and how even when 
bilingualism is recognized, the two languages are separated and compartmentalized, which 
reinforces the asymmetrical relations of power between languages.  
In summary, incorporating translanguaging into the CSP framework would provide 
additional force to the reconceptualization of the linguistic aspects of CSP and contribute to a 
framework that has been challenged by neoliberal educational reform, including sustained focus 
on standardized assessment and top-down curricula along with the misinterpretation of what CSP 
aims to achieve (Aronson and Laughter 2016; Sleeter 2012). Furthermore, CSP is a valuable 
framework to support the importance of cultural and linguistic pluralism, which would 
theoretically bolster the effective use of translanguaging pedagogy (Allard 2017).  
 
Community-Based Adult ESL 
 Adult ESL programs in the United States serve a large segment of the immigrant 
population who are striving to learn English. It was estimated that about approximately 1 million 
adults participate in state- or federally funded ESL, literacy, civics, or citizenship education 
programs and that many more participate in privately funded programs (Mathews-Aydinli 2008). 
These programs are largely operated by volunteers with limited pedagogical training 
(Dytynyshyn 2008; Holden 1999), leading to questions about the effectiveness of the instruction. 
While translanguaging has been studied extensively in K-12 education, there is limited 
research in community-based adult ESL, which may be in part due to the limited use of students’ 
home language reported by adult ESL instructors (Huerta-Macias and Kephart 2009). The lack of 
students’ home language use is likely an extension of teachers’ and students’ language ideologies 
privileging English (Warriner 2016), which arise in institutions that act as a mechanism of 
immigrant education and naturalization (Ullman 2010) and whose policies restrict or, at best, fail 
to encourage bilingual development (Huerta-Macias and Kephart 2009). For instance, the U.S. 
Citizenship and Immigration Services (USCIS; 2009) guide to starting or expanding ESL, civics, 
and citizenship education indicates that adult ESL programs should “help immigrants improve 
their English language ability so they can participate more fully in American life” (p. 3). The 
guide presupposes that English proficiency is a prerequisite for participation in U.S. life and 
endorses nationalist monolingual language ideologies. Moreover, the term bilingual is absent 
from the document; however, the USCIS does suggest that intake and assessment materials can 
be provided in the students’ native language. This document is a signpost, illuminating the 
monolingual-orientated context in which adult ESL programs are created. While Huerta (2008) 
advocated for the use of bilingual pedagogy in workplace language and ESL programs, the 
ideological commitment to English instruction seems to remain in local program policies. 
Through a survey of two adult ESL professional listservs, Huerta-Macias and Kephart (2009) 
found that while the majority of adult ESL programs did not have policies that explicitly restrict 
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the use of languages other than English, only 11% of programs had policies supporting 
bilingualism and the use of students’ home language in classroom instruction. Despite the 
apparent lack of home language use in community-based ESL, some programs and teachers do 
use students’ home languages, thus, translanguaging should be understood in this context as well.  
 
Context of the Study: The English for Work and Life Program 
The present study was conducted at the English for Work and Life (EWL) program, a 
community-based ESL in a large city in the northeastern United states with a bourgeoning 
Hispanic population. The program was run by a non-profit organization founded to ensure that 
Hispanic immigrants can access basic resources to ensure health and prosperity in the United 
States. EWL is intended for Spanish-speakers working in restaurants, an industry where 
immigrants and nonnative English speakers are particularly concentrated (Gleeson, 2012; Wilson 
2014). The students, for the most part, were employees at local restaurants, although a growing 
number of students work in other industries or are parents living in the local community who 
need English in other aspects of life. The program advertised predominantly through word-of-
mouth; most of the 77 students attending the program during the summer and fall of 2015 lived 
in the neighborhood and found the program when simply walking down the street or through a 
family member, friend, or employer. The 22 volunteer instructors come from a variety of 
backgrounds; several were teachers or were pursuing a degree in TESOL while volunteering for 
the program.  
The EWL program follows a content-based language instruction model, which originated 
while the former program director and founder was a TESOL graduate student at a nearby 
university and server in a restaurant with Hispanic coworkers. Through this combination of 
experiences, she saw a need for English language instruction in order for some of her coworkers 
to progress in their jobs and thereby achieve their career aspirations. Over time, the program 
grew from an informal meeting at local restaurants to a stand-alone school funded by a 
foundation committed to the wellbeing of immigrants. To achieve this goal, the curriculum 
moves through language and literacy skills with a specific focus on restaurant-related language 
that students will learn in the classroom and, ideally, immediately apply in their place of 
employment. Classes are organized by student proficiency level and include Introduction-
Beginners, Introduction-Intermediate, Introduction-High Intermediate, Level 1, Level 2, and an 
Advanced Book Club. In addition to weekly classes, students are provided with professional 
development activities presented by teachers, such as reading recipes, as well as through cooking 
and baking demonstrations conducted by local chefs, including knife skills and bread making, 
among others. These learning opportunities align with EWL’s objective of not only increasing 
English language proficiency, specifically oral communication, but also provide job training, 
ideally leading to career advancement and social mobility. The mission of the program is one 
that fundamentally engenders a social justice stance and asserts that students’ lives are valuable. 
To achieve these goals, the program offers health and dental services, which many students in 
the program do not have access to because of their documentation status; according to the 
program director’s estimate, the vast majority of students were undocumented.  
 
Positionality Statement 
 This research began with an invitation from the Director of the EWL program, Christine, 
a former TESOL masters student of the third author. Christine was interested in an outside 
perspective and evaluation of the EWL program and offered the program as a research site in 
exchange for feedback on the program. The first and second authors, PhD students in applied 
linguistics at the time of the study, were enlisted to collect data. All three authors had extensive 
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experience as language teachers and taught courses on language pedagogy, which informed our 
interpretation of classroom interactions, namely we understand the importance of communicative 
language teaching and are critical of traditional grammar-based approaches. 
 
Participants 
Participants included teachers, current students, program and foundation administrators, 
and restaurant employees and owners not associated with the program. A total of 15 students, 
eight teachers, and three program administrators were interviewed during fieldwork. Finally, 
participants were recruited from the restaurant industry. We believed that interviewing restaurant 
professionals outside of the EWL program would provide us with (a) a better understanding of 
the culture of the restaurant industry, (b) varied perspectives on the importance of English 
language proficiency in the restaurant industry, and (c) an outsiders’ perspective on the EWL 
program. Since the research team had few connections to restaurant professionals, the then-
director of the EWL program made contact on our behalf. We then used snowball sampling to 
recruit additional participants who were not directly connected with the EWL program. Table 1 
includes information on the 13 participants who are included in this paper.  
 
Table 1 
Information for Participants Included in this Study 
Name Home language Ethnicity Role 
Christine English Caucasian Founder; Program Director 
Kathryn English Caucasian New Teacher 
Jonathan English Caucasian Director of Operations and Volunteer 
Recruitment 
Valencia Spanish Hispanic Student 
Chef Shane English Caucasian Chef, Guest Teacher at EWL 
Chef Brad English Caucasian Culinary Director, not associated with EWL  
Troy English Caucasian Teacher 
Daniel English Caucasian Teacher 
Josue Spanish Hispanic Student 
Joselito Spanish Hispanic Student 
Yaneliz English/Spanish Hispanic Teacher 
Daviel Spanish Hispanic Student 
Esmerelda Spanish Hispanic Student 
Alicia Spanish Hispanic Student 
 
Data Collection 
Data collection began with 26 observations of classes, events, and food demonstrations, 
during the summer and fall of 2015, which focused primarily on interactions between students 
and teachers and incorporated descriptions of the classroom environment, student and teacher 
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actions during the class, as well as analytical notes and initial interpretations of events and 
actions. Each class was observed at least once, and several classes were observed multiple times. 
The observations were split between the first and second author based on scheduling availability. 
After several weeks of observations and informal discussion with teachers, students, and 
administrative staff, we conducted semi-structured interviews. Most interviews took between 30 
and 60 minutes with some lasting over an hour. Student interviews focused on their experiences 
learning English at EWL and in other programs they have attended, using English in their daily 
life and in their jobs, and their motivations and challenges associated with learning English, 
while teacher and administrator interviews centered on the motivation for volunteer teaching in a 
community-based ESL program, the challenges and success they face as teachers, their views of 
the students, and educational or professional experiences they have had relevant to teaching 
English for restaurant workers. We also conducted additional interviews with local chefs and 
restaurant employees who work with the students from the English program professionally but 
were not associated with EWL or the parent foundation in order to gain a broader understanding 
of the context of restaurant work and an outside perspective on the language requirements for 
working in the restaurant industry.  
 
Data Analysis 
Preliminary analysis of fieldnotes began during data collection. The authors read through 
data and met regularly to discuss themes that emerged throughout the transcription and initial 
review of the data. The importance of translanguaging was recognized early in our fieldnotes and 
was referenced in our notes and analytic memos. After data collection was complete, we read 
through the dataset and discussed themes that would act as initial codes for fine-grain analysis. It 
was at this point that CSP emerged as a prominent theme. Then, the first author began first-level, 
open coding (Merriam, 2009). Particular attention was given to instances of CSP and excerpts of 
classroom discourse that illustrated translanguaging pedagogy. Because the focus of this paper is 
on the use of CSP and the languaging practices of teachers in the classroom, the coding began 
with fieldnotes and then interview data were included to gain insights into teachers’ practices. As 
data analysis proceeded, codes related to translanguaging developed, including both effective 
and ineffective uses of translanguaging pedagogy and the students’ and teachers’ use of or 
resistance to translanguaging. In the second stage of coding, the relationship between 
translanguaging and CSP emerged: The teachers often translanguaged to achieve CSP. During 
the remainder of second-stage coding, we tried to identify concrete instances of translanguaging 
as CSP as well as deliberately seeking disconfirming evidence of this interpretation. 
 
Culturally Sustaining Pedagogy at EWL 
Based on our initial conversations with teachers and students, the EWL program and the 
teachers appeared to be committed to social justice and CSP; however, CSP was not completely 
realized in classroom instruction. To begin, the commitment to CSP was pronounced in teacher 
interviews. For example, Kathryn, a new teacher who worked in the restaurant industry for 17 
years prior to volunteering at EWL, described how teachers consider the assets students bring: 
 
We do treat them with respect and we do value the knowledge, both culturally and in the 
business, that they bring to the table. And I think that we’ve created, that EWL . . . has 
created a very comfortable, sort of fruitful environment for growth and learning. 
 
In response to a question about what makes the EWL program better than some of the others in 
the city, Kathryn highlights that students’ prior knowledge, both of the restaurant industry and 
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otherwise, is valued, implying that knowledge accumulated from professional experience in the 
restaurant industry is not necessarily acknowledged in other programs she has seen. Like 
Kathryn, many of the program’s teachers have experience or currently work in the restaurant 
industry, which facilitates the use of students’ knowledge in responsive classroom instruction.  
The program’s overall mission was also social justice oriented. The website states that in 
addition to teaching English, EWL is dedicated to ensuring that health, education, and nutrition 
are accessible to the city’s immigrant community. This sentiment was also communicated by 
administrators associated with the EWL program and the foundation that funds it.  For example, 
Jonathan, who coordinates volunteers for the EWL program and other volunteer-based programs, 
said that the reason he continues to work for the foundation, 
 
It’s about empowerment for individuals. That is what resonates for me. Ensuring that 
individuals feel like they have say and have the ability to make decisions about their 
lives. 
 
Later in the interview he reiterated this point again, while talking about students: 
 
We’ve seen a lot of students who have gone from being a busser to a food runner and that 
makes a big difference for them [. . .] we’ve also seen a significant change in their lives 
in in addition to that. We have a lot of mothers that will tell us, “my goal is to be able to 
meet with my children’s teacher and not have a translator.” [. . .] And again, I think it 
goes back to that empowerment thing, feeling like they have the ability to communicate 
and to feel like they have choices and decisions that they can make. 
 
So, while the explicit goals of the EWL program are teaching English, the underlying philosophy 
of the foundation is to empower Hispanic restaurant workers. The importance of Jonathan’s 
statement to CSP lies in the last line, where he expressed the importance of students defining 
their own lives. Although not explicit, this includes sustaining cultural and linguistic practices. 
This goal was realized in our interview with Valencia, a student in the advanced group, who 
explained why she wanted to learn English:  
 
For many reasons, but for the- I think now I can say, for the most importance for me to 
learn English is because I can defend my rights at work, everywhere. Because here, my 
community is like, pointing us ignorant, and I don’t want people treat me like other 
people from my community. That’s why. That’s very important for me. And because I 
want to give my daughter confidence, that’s why.  
 
For Valencia, English is about much more than economic gain or social interaction with her 
English-speaking peers; she was acutely aware of the sociopolitical realities of being a Hispanic 
restaurant worker in the United States and had developed, through her education at EWL, the 
language to address these inequalities. This narrative was omnipresent at EWL and was a 
narrative of empowerment and progress for students who were often overworked and underpaid, 
many of whom were particularly vulnerable to exploitation due to their documentation status. 
 Attempts to incorporate students’ backgrounds into classroom instruction were frequent 
as well. One example of this came during a bread demonstration where a chef from a local 
restaurant came to teach students about baking. Before beginning the lesson, Chef Shane 
acknowledged the professional experiences of the students, asking where they were working: 
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Shane introduces himself; he says that he has worked as a chef and bartender. He gets 
students to introduce themselves and whether they have worked in restaurants. . . . Shane 
walks around to ask which restaurants they work at. About 2/3 of the students have 
worked in restaurants and name them, and Shane seems to know these restaurants. 
 
In this interaction, Chef Shane shows a genuine interest and respect for their professional 
experiences and avoids assuming that students have no prior knowledge of the topic. This simple 
act in the beginning of the demonstration built rapport with the students and facilitated their 
interaction in the lesson that follows. Furthermore, Chef Shane was knowledgeable about and 
incorporated South American breads into the demonstration.  The following fieldnotes were 
taken during a brainstorming activity which preceded the formal demonstration on bread making: 
 
Another woman lists torta. Shane comments that it is a specific kind of sandwich, which 
uses a particular round type of bread. [I find that throughout the class, South American 
types of bread and cuisine are listed by students, and Shane and Christine seem quite 
familiar with them, and validate their contributions]i. Another student mentions pizza, 
Shane comments on how to make the dough flat and gestures flat with his index finger 
and thumb.  Another student mentions concha [sweet buns, almost like brioche but has a 
biscuit-like crust on top.]  Shane notes, yes, you eat it with coffee.  
 
This excerpt shows two important features of Shane’s instruction. First, Shane’s engagement 
with the students’ background knowledge was instructionally sound, drawing connections 
between prior knowledge and new learning. Second, it demonstrated how to incorporate 
knowledge learned from students into instruction, which is key to achieving CSP. 
Attempts to engage students’ prior knowledge were also present in the English classes. In 
most lessons we observed, teachers made an effort to connect students’ prior knowledge to new 
learning. For instance, during an observation of a Beginner class, the instructor, Troy, was 
preparing to teach a vocabulary lesson on nouns and verbs related to the kitchen. To begin the 
activity, Troy passed out a sheet with images and a line for student to write the English 
vocabulary word. His instructions and our interpretation are captured in our fieldnotes:  
 
Troy: See how many of the items/pictures you already know and write down the ones 
you know. If you don’t know any, that’s okay. Write down any that you may 
know.  
[I’ve seen this pattern in other classes as well. Students are assumed to have some 
knowledge, and then teachers fill in the gaps. In this way, teachers are doing a sort of 
mini-assessment to see what students already know.] 
 
In this instructional activity, Troy is aware of and respects the students’ restaurant experience. 
By structuring the activity as a “filling in the gaps” task rather than assuming no prior 
knowledge, he communicated a respect for students’ existing knowledge. In addition, a hallmark 
of the EWL program is the curriculum which has direct relevance to the students’ professional 
lives as restaurant professionals, providing students with an opportunity to gain cultural and 
linguistic competence that can transfer to their place of employment and lead to opportunities for 
workplace advancement, which has material significance for the students’ life circumstances. 
However, while Troy’s instruction may be professionally relevant, this excerpt also demonstrates 
a limited implementation of the program philosophy as articulated by Jonathan and Kathryn. 
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Instruction in this instance, unlike the example from Chef Shane, lacks any cultural elements that 
act to sustain students home cultural practices. 
 Overall, while learning experiences at EWL do build upon students’ prior knowledge, 
much of the instruction was focused on engaging students in tasks related to their role as 
restaurant workers.  While, on the one hand, these connections facilitated learning and engaged 
students’ background, they were likewise narrowly concentrated on the production of successful 
workers who can advance in the industry. This approach was complicit with the neoliberal 
educational agenda that foregrounds students’ economic attainment over general education, 
edification, or enlightenment and failed to draw on the students’ rich cultural knowledge and life 
experiences beyond the restaurant.  This reveals a tension between the social justice mission of 
the program, the teachers’ belief in CSP, and the adherence to a job-oriented curriculum.  
 
Translanguaging: Creating Linguistic Third Spaces in the Restaurant and at EWL 
While English acquisition was an important goal of the EWL program, strict adherence to 
a monolingual English policy was not.  This is likely because the strict use of only one language 
does not reflect the realities of restaurant work.  During our interviews, two chefs included 
accounts of language use from their experience working with Spanish speakers, indicating that 
frequent use of Spanish and English central to their work. Chef Brad, the Culinary Director of a 
large catering company, asserted the importance of Spanish competence for English speaking 
staff. When asked how often he uses Spanish, Chef Brad responded, 
 
Every day. Multiple times a day. A lot of times I use that in asking them like, “How are 
you doing?” “How’s it going today?” because I’m not as much on the production end of 
moving stuff. I have my Sous Chefs that move a lot of that product around. More of my 
stuff is, “How are you doing?” “What’s going on?” “How things are going?”  If I need 
something done, if I need something moved, if I need some help with me, they 
understand it. [. . .] . And if not there’s people there to help me. 
 
According to Chef Brad, competence in Spanish and English is required for communication with 
a plurilingual, pluricultural staff of varying levels of language proficiency, especially in back-of-
house jobs, such as dishwasher, line cook, and Sous chef. Later in the interview, Chef Brad 
talked about the importance of translation and that one of his Sous chefs, a native Spanish 
speaker, frequently translates to ensure staff safety and the quality of products. Chef Brad’s 
experience demonstrated that even as a novice Spanish user, he frequently engages his full 
linguistic repertoire to communicate with his staff. For Chef Brad, building a community is 
important and his willingness to translanguage and desire to learn demonstrates the importance 
of creating linguistically and culturally welcoming spaces. 
Like Chef Brad, Chef Shane also engages his full linguistic repertoire when working in 
the restaurant. In the following excerpt, Chef Shane talked about his experience working with a 
new baking assistant with a low level of English proficiency and no experience making bread: 
 
This is when my Spanish began to get fast, because I had to find a way to teach her 
things. In the first couple months it was very visual, you know? She’d be pulling on the 
bread a certain way and I’d have to literally be like “NO!” and like tap her hand and be 
like, “Stop that,” and just show her visually and slowly. Then I’d be like, “Ok, well 
what’s the word for this?” I’m doing this. “What’s the word for this motion?” So we kind 
of learned and there was a few things I would say to her in English like bread terms I 
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might use in English just because there wasn’t a word in Spanish or not a comparable 
word, but a lot of our interactions were done in this really broken Spanglish, Spanish-
heavy Spanglish. 
 
Chef Shane’s rendition of his experience reveals several important aspects of communication in 
the restaurant kitchen. In order to communicate clearly and produce a quality product, Shane and 
his baking assistant engaged in translanguaging, using their entire linguistic repertoire, each 
using both English and Spanish to convey meaning. Shane was not concerned with which 
language was used, but rather, through fluid use of English and Spanish with his baking assistant, 
co-constructed a linguistic third space (Flores and García 2013) where named languages were 
subordinate to communication. This interaction demonstrated how translanguaging can be an 
accepted in the kitchen and challenged the dominant narrative that English alone is a necessity 
for social and economic opportunity. That said, both chefs’ remarks also highlight the connection 
between translanguaging and neoliberalism. After all, Chef Brad’s rationale for creating a 
linguistically welcoming space is to engender productivity and Chef Shane’s use of Spanish is to 
train a new employee to perform her job duties in service to the larger goal of financial gain, as 
opposed to emerging out of a commitment to create a linguistically and socially equitable 
environment. While these intentions raise questions about the motivation behind multilingual 
workplaces, they nonetheless lead to a more accepting and multilingual space in society. 
Likewise, we found that for some teachers at EWL the fluid mixing of Spanish and 
English was central to their instruction. In some classes, translanguaging was used to provide 
scaffolding for English learning and communication between students and teachers, with Spanish 
being used as much as 30-40% of some lessons, based on our fieldnotes. The following is an 
excerpt from an Intro-Beginner class taught by Daniel, a native-English speaker and expert 
Spanish user, and is representative of how some teachers translanguaged. Daniel translanguaged 
to scaffold vocabulary and English grammatical structures:  
 
[Daniel explains the next activity, which is related to the do/does they were just 
practicing. He is still using the PowerPoint. Each slide has a question written in Spanish 
at the top, then a word bank of the English words scrambled/out of order that might be 
used, and then the positive and negative forms of answers to the question in Spanish.] 
Daniel: So next we’re going to write that sentence in English. So, how do you ask, “Tú 
tienes un sartén?” 
[Students hesitate] 
Daniel: What’s the first word? 
[Josue starts off answering, but others join in.]  
Josue and others: Do you have a frying pan? 
[Once the question has been determined, Daniel asks them how to answer the question. 
He reads the options on the bottom of the screen in Spanish] 
Daniel: Sí, yo tengo. No, no tengo, Now, using the words, how do you respond?  Sí is 
yes. Do we say, “Do I?” or “I do.”  
Students: Yes, I do. 
Daniel: How about, “No, no tengo.”  
Students: No, I don’t. 
 
While this interaction may seem like a mundane translation task, Daniel draws on his entire 
linguistic repertoire, fluidly moving between English and Spanish to support the students’ 
understanding of key vocabulary. This excerpt shows how fluid language practices not only 
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engage students, but also draw on their existing knowledge of restaurant vocabulary in their 
home language to develop vocabulary knowledge that is useful when communicating with 
English-speaking coworkers. In this way, translanguaging can be seen as a reflection of the 
linguistic practices of the restaurant and has a direct connection to the day-to-day interactions 
that many students experience at their jobs, bridging the gap between home language and culture 
and the dominant language and cultural practices, a key tenet of CSP (Paris, 2012). Furthermore, 
Daniel’s inclusion of students’ home language transgressed the separate-language ideologies and 
assimilationist disposition of many adult ESL programs (Warriner 2016); whether or not 
successful, he attempted to create a space where students could communicate unencumbered by 
hegemonic English-privileging ideologies. 
While Daniel is an expert Spanish user, not all teachers were. However, that did not 
necessarily stop them from finding ways to incorporate Spanish into their instruction and 
pushing back on hegemonic English-only ideologies, even when it was challenging. For instance, 
at the beginning of our study Kathryn was neither proficient in Spanish nor comfortable with the 
students’ translanguaging, which challenged Kathryn as she navigated her stated commitment to 
social justice, her emerging teaching skills, and her difficulty communicating with students. 
During our first observation, she voiced discomfort and frustration with students’ use of Spanish: 
 
Kathryn asks me if I know Spanish. I say that I can understand some. She says that now 
that the students have gotten friendly with each other, they are talking a lot to each other 
in Spanish, adding, “It’s so weird.” She hopes they are talking about the lesson.  
 
This discomfort and frustration also manifested in her instruction: 
 
[Kathryn’s goal seems to be to prepare students for the bread demo by introducing key 
measurement vocabulary.] 
Kathryn: [to Cristian] Do you really use a pound of rice? 
Cristian: Yes. 
[Catrina asks Kathryn about kilograms then starts speaking Spanish with another 
student.] 
Kathryn: Come on, English! You’re making me look bad. 
[Kathryn gestures to me. Catrina starts speaking in English.] 
 
Here Kathryn defaults to the English-only policy typical of adult ESL, likely due to her 
discomfort with Spanish and her lack of confidence in her teaching ability. 
 A few months later, during the final observation in Kathryn’s class, there was a clear 
change in her approach to Spanish use in the classroom. During a lesson on measurements in 
recipes, the students become confused about the term “strip of bacon.” To clarify, Kathryn asked 
a student who knew the meaning to explain it in Spanish and then, after the explanation, returned 
to instruction. This seamless integration of students’ home language exhibited Kathryn’s shifting 
perspective on language instruction; she grew from feeling uncomfortable with Spanish to 
attempting to fully engage the linguistic resources of her students. While this approach to 
translanguaging does not display the same fluid competence as Daniel, it signaled a pivot away 
from the restrictive language policy that Kathryn relied on in her earlier teaching and started to 
deconstruct the linguistic hierarchy privileging English over Spanish in Kathryn’s classroom. 
This small linguistic move also brings Kathryn’s languaging practices more in line with her 
belief in CSP. Kathryn’s participation in translanguaging echoes previous accounts that teachers 
not proficient in students’ home languages can translanguage to support learning, create spaces 
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that are linguistically sustaining, and support the overall effort of the program to be culturally 
sustaining (e.g., Flores and García 2013; Langman 2014). 
These examples of translanguaging demonstrate teachers’ willingness to use students’ 
home language practices but fail to capture the full range languaging practices that 
translanguaging encompasses and are mainly examples of the use of students’ home language to 
facilitate English acquisition. This is understandable given the goals of the English program and 
aligns with the goals of CSP to bridge minoritized and dominant linguistic practices; however, 
this is a limited view of the potential of translanguaging as a liberating pedagogical practice.  
 While the teachers at EWL translanguaged differently and to different degrees, most 
students translanguaged during class and valued their bilingual ability. Reynaldo, an advanced 
student who had the opportunity to co-teach a Beginner class with Christine, commented on the 
importance of translanguaging in the classroom for achievement. As the co-teacher, Reynaldo 
found that using Spanish to support his peers’ English learning was a valuable tool:  
 
The thing that I do, it was like try to translate exactly what the subject means in Spanish 
before they can get in English. Right. So, it was like to give you like exactly meaning in 
Spanish and then you can have the English more easy.  
 
Reynaldo viewed the mixing of Spanish and English as a positive instructional tool to facilitate 
English learning and viewed his role as a co-teacher as an opportunity to inspire his peers to 
learn English. Moreover, Reynaldo saw the opportunity to become bilingual as empowering: 
 
You gonna be more than the person that just speaking one language even if it’s American 
or any, because you have Spanish already, if you speaking English, you gonna have two 
language. And I guess people who speak two language, has like a little more power. 
 
Like Valencia who saw English proficiency as empowering, Reynaldo expressed a feeling of 
empowerment in his bilingualism, aware of the symbolic capital that bilingualism could 
potentially afford him in the United States.  
 While we witnessed extensive use of translanguaging in our observations, not all teachers 
translanguaged. For example, Yaneliz, a Spanish-English bilingual instructor of an Intermediate 
class, deliberately minimized Spanish use in the classroom, despite her bilingual ability. For 
instance, when students were working on an online grammar activity in pairs, a student named 
Daviel asked Yaneliz a question in Spanish. In response, Yaneliz yelled, “English!”  Daviel then 
attempted to ask the question in English, using gestures to compensate for being limited to only a 
small portion of his linguistic resources. Yaneliz decisively limited the use of Spanish in the 
classroom, forcing the use of only English, even when students asked for clarification on 
complex grammar concepts. This response to Spanish use created an atmosphere where students 
were less communicative compared to the other classes we observed, which was described in the 
fieldnotes. When Yaneliz did use Spanish as a support, it was only as a last resort: 
 
Yaneliz moves them on to the next activity. One student is the customer, one is the 
server. They begin to read the dialogue. Yaneliz listens and helps them to pronounce 
words. Esmerelda gets stuck on [the word] quality and Yaneliz helps her pronounce it. 
Yaneliz asks if they understand what quality means. She allows them to attempt to 
answer but neither student really seems to know. She explains in English and when they 
still look confused says it in Spanish. They both understand immediately. 
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In this excerpt, Yaneliz used Spanish to support vocabulary learning, deliberately reserving the 
use of students’ home language as a last resort in an attempt to negotiate meaning without 
“relying” on Spanish. In contrast to the translanguaging seen in other classes, Yaneliz decision to 
banish Spanish advance the separate-languages ideology and situated students as learners who 
should be primarily concerned with English proficiency, not bilingual competence despite the 
importance of bilingualism in their lives. Unlike examples of translanguaging, the separation of 
languages created a mismatch between students’ linguistic practices at home, in the workplace, 
and in the classroom, which undermines the tenets of CSP.  
 
Discussion 
 Our research in the EWL Program showed that the teachers and program administrators 
believed in CSP; however, they did not always fully actualize this belief in their classroom 
instruction, falling short achieving truly transformative pedagogy. To begin, the context of the 
study is an important consideration. Unlike Allard’s (2017) study, the social justice mission and 
use of translanguaging pedagogy at EWL was encouraged on an organizational level. In line 
CSP, teachers envisioned themselves as educators who provide learning experiences that are 
useful outside of the classroom and respond to the students’ real-world challenges (Paris and 
Alim 2014) and discussed the goal of providing upward mobility directly related to Ladson-
Billings (1996, 2015) call for pedagogy that is conscious of the social order. In practice, teachers 
at EWL valued their students’ background knowledge, mainly in terms of their Spanish language 
skills and experience in the restaurant industry. For instance, Daniel and Christine 
translanguaged to support the English acquisition and conceptual knowledge development of 
their students, encourage communicative language learning, and facilitate in-class activities 
relevant to students’ real-world needs, a key component of CSP. The importance of bilingual 
competence in the students’ professional lives was captured in the interviews with the two 
restaurant professionals in our study. Students were engaging in fluid languaging at their place of 
employment; therefore, translanguaging at EWL contributed to the cultural and linguistic 
competence that students needed at work. In this respect, bilingual competence in English and 
Spanish is more advantageous, in this context, than English proficiency alone, as bilingual 
employees often act as language brokers. Therefore, translanguaging is culturally sustaining for 
restaurant workers as it was used “in sustaining the cultural and linguistic competence of their 
communities while simultaneously offering access the dominant cultural competence” (Paris, 
2012, p. 95). The translanguaging pedagogy at EWL offered students an opportunity to sustain 
their cultural and linguistic heritage while learning English, a necessary step in accessing the 
dominant cultural network and achieving workplace advancement with the goal to achieve 
“linguistic and cultural dexterity and plurality” (Paris, 2012, p. 95).  
 Moreover, Daniel, Christine, and Shane chose to fluidly translanguage and incorporate 
students’ cultural knowledge and professional skills into their instruction, which (a) challenged 
deficit discourses about adult Hispanic learners a “low-literate” and undereducated and (b) began 
to erode the linguistic boundaries between Spanish and English in the classroom, an ideology 
that is typical in adult ESL programs (Huerta-Macias and Kephart 2009). Thus, they created 
linguistic third spaces (Flores and García 2013), allowing students to employ their entire 
linguistic repertoire to communicate without concern for the ideological segregation of named 
languages. Kathryn’s move toward a more fluid use of language, despite her discomfort and lack 
of Spanish proficiency, demonstrated a shift in her orientation toward bilingualism, ultimately 
encouraging translanguaging to address her students’ linguistic needs. This shift reflects Creese 
and Blackledge’s (2015) argument that languaging practices are dynamic. 
 While CSP and translanguaging were encouraged at EWL in principle, the teachers’ 
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attempts at translanguaging for CSP failed to fully realize the potential of the relationship 
between the two pedagogical perspectives, as translanguaging was used mainly to support 
English acquisition and was unsuccessful in fully dismantling hegemonic language practices. 
While students home language was freely used in many classrooms, it was ultimately a means to 
support English acquisition. Furthermore, despite programmatic support for CSP and fluid 
bilingualism, Yaneliz was able to resist translanguaging pedagogy, a testament to the persistence 
of monoglossic language ideologies. While it is easy to interpret Yaneliz’s rejection of 
translanguaging as ideological, her chose to focus on English fits in with the reality that students 
attend EWL to learn English and that English proficiency is understood to be an important skill 
in the U.S. economy (Warriner, 2016).  
 In this way, EWL is complicit in advancing a neoliberal agenda, through curricula that 
are career focused and narratives that foreground students’ meritocratic and individualistic career 
advancement as a standard of success. Following Rosa and Flores (2017), we argue that EWL’s 
approach maintains the view that language learners should build on their existing linguistic 
resources in order to access the dominant cultural and linguistic network. EWL’s approach 
discounts the structural factors which devalue Spanish in the United States and places the 
responsibility for combating inequality on language minority workers. At EWL this means 
learning English to advance at work, rather than addressing the structural barriers that keep 
Spanish speakers in low-wage, back-of-house jobs. From this perspective, the EWL program is 
complicit in reproducing nationalist, monoglossic ideologies, while teachers strive to affirm 
students’ linguistic and cultural competence and professional knowledge as restaurant workers 
within the confines of their classrooms. This contradiction brings up the question of how adult 
ESL programs concerned with social justice could deliver instruction that challenges structural 
inequality, while still providing the English instruction students seek. Consequently, more 
research is required to fully conceptualize a pedagogy that integrates translanguaging and CSP. 
 
Conclusion 
 In this study, we have argued for the theoretical congruence of CSP and translanguaging 
as mutually supportive pedagogies. Rather than viewing translanguaging as an independent 
strategy for teaching bilinguals, we contend that it is most powerful when understood within the 
framework of CSP, as recent studies have questioned the transformative power of 
translanguaging alone (Allard 2017). Furthermore, CSP’s reliance on additive bilingualism and 
the dual-monolingual perspective of bilingualism reproduces inequalities. Next, we documented 
an adult ESL program’s attempt to create linguistic third spaces where learners could develop 
dynamic language and cultural practices. However, in many cases, teachers fell short of 
achieving the emancipatory potential of CSP and translanguaging pedagogies. Although not 
substantiated in the data, we still believe that by integrating translanguaging and CSP, teachers 
can achieve a more relevant and sustaining pedagogy that foregrounds bilingual’s fluid language 
practices.  However, more research is needed to fully conceptualize and realize this potential. 
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